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Kathleen Blake Yancey's Presentation and Workshop
Margot Soven, Core Director
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Introduction: The Challenge
Kathleen Blake Yancey, a leader in research in higher education, presented us with a
"blizzard" of ideas for pedagogical change, supported by the research she cited throughout her
workshop. Her theme "multiple points of entry for multiple kinds of students" gives us a new
definition for the student population we have been describing as "mixed ability" or
"differentiated."
Participants asked for a "summary" of her remarks-a daunting task, since she gave us
much to think about. She modeled her philosophy of teaching in the way she conducted her
workshop. She refused to be the "sage on the stage, "but instead helped us to arrive at many
insights t hrough her questions, and the writing, discussion, and reflection activities of the day.
She also provided a template for us to continue to work together to experiment with
new approaches to teaching in all disciplines, frequently referring to mathematics, science, in
addition to the humanities subjects for her examples.
She ended the day with a challenge: try out at least one of the methods we discussed
today in your courses. Join together with likeminded colleagues to discuss these changes while
you are in the process of implementing them and assess their effectiveness.
I have tried to distill the main ideas from her hand outs, slides, and the video of her
presentation. Please feel free to recommend additional data that you may have recorded in
your notes. If you were not able to attend, but would like to participate in the "follow up"
workshops, this summary may be helpful. You are also welcome to watch the video as soon as
it's edited. (It's too long to be sent as a file).
I will also send you the hand-outs and slides if you missed the workshop and you would
like copies.
I look forward to continue working together!
Margot Soven, Core Director
June 20, 2012
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Major Shifts in Higher Education
There is a major shift occurring in higher education which is literally changing the
ground on which we walk. Most of us were accustomed to and learned effectively from the
"sage on the stage" model. The instructor lectured, we listened, and passed our exams, usually
a mid-term and final. We wrote papers, lab reports, etc. and took mid-terms and final exams.
We were focused on the subject matter of each course.
If we made connections between one course and another, it was usually without
prompting from the instructor. If we made connections between our courses and our personal
lives, it was our own initiative which prompted us to do so. We never questioned why we were
in college. We were told that to get a good job and to become an educated person you had to
go to college. We believed our parents and teachers when they assured us that a college
education was worth pursuing.
For many reasons, the "sage on stage" model does not seem to work as well with many
of our students, nor are many of our students as clear as previous generations as to why they
have chosen a four year college. The reasons for the differences between students today and
students in the past are complex, the subject for another seminar.
Research tells us students become more engaged in their studies as they clarify their
goals. It is our responsibility to help them become metacognitive about these goals, what they
need to learn to achieve those goals, and expand their vision of how college can influence their
personal and public lives as well as their professional lives.

What is "Normal?"
"Normal" is what we take to be the way things operate. When this "normal" is
disrupted, we need to re-set, and it's easier to do when we understand the conventions of the
new "normal", both for faculty and students.
"Normal" for higher education is changing, for faculty in lots of ways, but two changes
are particularly important. One is the moving from "sage" on the stage" characterized by
lectures, and students doing most work outside of class, to a "contextualized model" where
students do more work in class than in the past.
An important question: How might we incorporate contextualized practice in our
classes? A second question: How might we use reflection/metacognition to help students
learn? How might reflection help students progress from novice ship to expertise in college?
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"Change" can be talked about productively. At many universities, like La Salle, the
demographics of the student body have changed, but what is "normal" is not only changing for
us as faculty. The change occurs for our students as well. This resetting happens every year for
our students when high school students become college students; the "normal" of high school
is not the "normal" of college.
A good question to ask is how high school versus college "normal"differ. Another good
question is how we might make those differences apparent to students. A third question is
whether we can adjust some of what we do in college to make the transition to college more
successful.

The Students: New Definitions
Kathy Yancey suggested several categories for describing our students other than
demographics such as SAT scores, definitions which may be more helpful than SAT scores in
thinking about curriculum and pedagogy:
•

The students who ask "How can I ,get out of here' with the least amount of effort?

•

The students who want to know 11 How can I get an A?"

•

The students who are aware that they lack the ability to accomplish the intellectual
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tasks college presents.
Another category that can help us to better understand our students: There are the
11

boundary crossers" and the 11 boundary guardians" -namely those students who look forward

to expanding their knowledge, and those who cling to their current ways of understanding the
world.

How People learn
Several principles related to how people learn are the basis for the methods introduced
at the workshop: (From How People Learn: Brain, Mind, Experience and School), Bransford,
Brown, & Cocking, Eds.) .

Contextualized Practices

1. Creating Mental Maps
2. Teaching the vocabulary of the discipline
3. Teaching college reading and writing skills
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4.

Opportunities for Reflection

5.

Explicitness

6.

Building in Failure

7.

Frequent Feedback

8. Group work
Creating Mental Maps
Visual mapping helps students to see the relationship between the material in a course and or
the relationship between the material in different courses. We know that "mental maps" are
used by experts in their fields when confronted by problems to solve or new material to be
learned.
For this method to work most effectively, students should not only have the experience of
making a "map' but they should also be asked to articulate the rationale for the map to others.
Instructors can give students "maps" and ask them to add to the map (See Figures 1-2). Visual
maps can also be used for students to explain their concepts of processes such as the writing
process when they begin a course as compared to when they conclude the course. (Figure 3-4)
Teaching the Vocabulary of the Discipline: Key Terms
Students need to know the vocabulary of the discipline, the significant concepts they must
understand in order to master the discipline. Begin by asking them to list five words they
associate with the subject. Introduce more concepts gradually using a similar process.
Metacognitive Skills: Opportunities for Reflection:
At the beginning of a course ask students to explain their strengths and weaknesses related to
the course. For example, in a writing class, a student wrote,
I think I need more gramme. I have slid through my English class by being a strong reader but
not so goodwriter. I am very weak in that sense. My writing skills in general. Starting a paper
and ending, as well as repeating myself are big problems.

Reflections by another student about their skills at the beginning and end of a writing class are
markedly different.
Explicitness
Knowing the Rules of the Game: One of the most effective methods for increasing student
awareness of the objectives of the course is to give them the opportunity to assess their own
work. They are very accurate if given a rubric that reflects the goals of an assignment or a clear
statement of the course objectives.
Building on Failure
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In some disciplines, failure is accepted-especially in math and the sciences. Students
anticipate that they may fail, but they will have other chances to "get it right." Instructors
should try to build in similar opportunities for "failing and getting it right" into all courses. (Fig.
11)
Frequent Feedback (Fig. 10-11)
Respond to journal entries, study questions as often as is practical. (Fig. 10-11)
Explaining, Presenting their Work to Their Peers
Giving students the opportunity to present their work to their peers is a powerful method for
learning. Power Points and Posters are good vehicles for presentation. Surrounding the class
with Poster size paper for students to write responses is another suggestion. (Fig. 9-9a)
Group work and Assessment
Students should be given the opportunity to work in pairs on study questions and assessment
activities (See Robert Talbert:" Turn to your Neighbor and Take a Test") There is no need to
worry about the better students doing all the work. They learn as much by helping their fellow
students as they do by talking with one another. (Fig. 7-8)
Writing and Reading across the Curriculum
In addition to these general methods most of which can apply to all subjects, teaching the
intellectual skills required in college reading and writing is the responsibility of teachers in all
disciplines. Here are some techniques discussed at the workshop:

Annotation, Summary, Response and Reflect and Pop-Ups

Many students have difficulty with college reading materials. We can teach students
how to annotate the important parts of a text, through modeling annotating,
summarizing, and then responding, and reflecting (connecting to other readings, to
other courses).
We can also use the "comment" tool we can model this process. (Fig. 10-12) Suggestion:
two questions for each student, and the requirement that they return a page answering
your questions-one form of frequent feedback.
Personal Connections
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Pop-Ups ask the student to make personal connections to the readings. Students can
write about anything that comes to mind, such as in Fig.13 (my boyfriend) etc.

Five Areas of Focus for Writing.

When students come to college they don't have a complicated writing process. Using the
"rhetorical situation" to frame writing can transform their writing in all courses. (Fig. 14)

And last but not least.....The Trusted Adult

Richard Light (The Harvard Assessment Seminars Report) says that "The most important
thing a student can do is to find a trusted adult on campus." As faculty and staff we should be
looking for that student for whom we can become "the trusted adult," the person who students
can come to when they need help or just "to talk."

Conclusion

This brief summary does not capture the experience of the workshop, which was an
excellent example in "contextualized learning." As with all such workshops, participants learn as
much from having time for reflection and discussions with one another, as they do from the
workshop leader.
I hope that we can continue that process of reflection and discussion as we experiment
with "multiple points of entry for multiple kinds of students."
Margot Seven, Core Director

7

Figures
Selected References

8

EKttacurricular

General Education ·
C,ourses

ActMtles

Major

Persona
;?' · ~
~

Professional
Ufe

1

.

6~ as not in the center?

Many connections, vertical and horizontal
Connections annotated

GeneraI Education

Extracurrl:cu lar

Courses

Activitres

Major

l'" (). hI( 1~ rt.5'
1

Personal
Life

·~-----~/

Majo

Professional ,:

•

LHe,

ore tnte r'ated wjth gen ...,.--e~d~--~--··-····~·

Gen ed qualities rather than
Role of the personal life
ttr~nlty of MI~AII·Mt

• oft:t rJ kadlmt l'tlminaard ktKUMflt

•

cout.b!CzS:Y.~e~~~
.=",.------
s~ mtl

Edit

View

Favorites

Tools

Help

-~·.,,~,-h,.....n•...n..,...-,.~N~n.;.,,.,,~..- ..... ''"·~·· ···•"""'''"'""··•-·•'-·"''''''""'-""-···••-m•.--:..,. .,..,.~;._.·_,_"''

Ba~:k

.· ... .

,,,,,._ ___ _;, ___,_ _

,_:..:....~"'"''-·;_,_..;_,.,,,_,:.~.."';''''~''::-:.:.,:.;;;._:;:: ,_·:-:•·~:~·.:.:..•.._::··-~:::..":"'"::::""~'-_,,,.;,~:.":"':':;:'~:"~;-:"-':""":"":''';~,-~._,,,..,,. ::.-;--:-:-:--:-:--":~:"":": - ....,"':""':-.."·~··-··-;--•...........·- - ' - '" _..,•-;•··--··~·-.:--•;-;-•

,;,,,,, ...

,_,_..,;,-:.,,,_,~...·,-.-,

..........."··'-·c···- ·.c·"-·'···'·····c-···-······:-··..

·'···--'···"··;~

..:, ... ,.....c..:......,..,....... -.-·. ...:.....................c··'·---··..

·· -·c"'· "'·· ·~

., . ,.":·c·· : -:-: c·:.:.: -c-~"'""··:·.···';--:':'~:-·

......:.•,;..c,:..,;.;,'";·.,..····:·;:·"'";"";......_;;,:·..-,·:.,.;.,:...

...:.... .... -e-

~-

'"~ ~•••.••.•• /

•

t-4 ;• >f;::f'~-':/

Dynamic Equilibrium

--

- - -r+

·. identifyequilibri~m
.

-

·~-

- .

Le Chatelier's principle states
that a system at equilibrium
responds to a disturbance in a
way that minimizes the effect of
the disturbance.

.

Le Chatelier's Principle
for equilibrium

.<1/taw;Js a-o~~I1Biifig .Jptbrrnation,

.,,l$!1Ct·g·'toL:J!:}~~~~~lflt!Ji~~nomlc
· · ;entit;t, :l/1eltiftti·.;_lnremal:and
ertemal·.users··of that •entity?

"the biggest challenge I faced when creating my
concept map was trying to identify relationships. It
was very easy to name accounting concepts but
developing relationships between the concepts was a
challenge."

Edit

VIew

Favorites <·'Tools

Help· ·

-----w--..

--·-~~~~~:.-.:_.. ~:~:H.~ -----~·; __::..;.:~.-~:::.~~- ..·-·-···:.::....:.~-.· · --~i-~:C.."~.-.· ···· ·

-~·--·-··--_;;;_,

_:·-·---·-·· _ _ _
·--~-

..,H: ~"-- ,_ -~,~--- ,, ____ ,.,.,_ ___,,__,... __ ~--_.;.-,....._~~~-·--;-..W..:....:.~ .............. --•--~--··~· -·

----· -··•· ,,,. ·---··--... ...

__ ,__ -···

..: :~St;~~ci):, +j(F~vor~~~:.. -~·""',. ._,,&

.

rr~---·· .
Write Rough Draft
for Peer Review

.
~
.·•· · . ~'"<
..•·. •.•.•...~·
'*~
*-~;

Decide Rough Draft
is no good.

>

-·~l~'

Complain to Roomm~te

WatchlV

Write .I ntra.

Ask a friEmdto
look for errors,.

C~ndConc.

Start fresh

Final Revision

Write Body

ffnal Product

...........
.~.

-

May6, 20 12

.·

. .

. .

Next .T ilne, Fa.il Better ·

The .w ork ofcod,ing, l discovered, was an
endless round of failure, failure, failure
before eventual success. Computerscfence students are used to failing. They
.· · do it aH the time. ltrs built into the process,
and they take it in stride.
· When· I taught first-year writing, I
develo.ped a grading rubric that allowed

· me to give students low grades in some

·. categories and high grades in others,
· bli.tlding them with numbers so they
couldn·t figure out a letter grade and
would, instead, focus on the categories
that ·n eeded improving.

~F\'<q (o -~;r-~

This article resonates
.wH:h rne even as a
scie·ntist. During my
unclergrad·studies ·;n
chemistry,. l ·h ad>little ·.·
experiie nce with
failure·., · ·the
· experi·m ents were
desig:n ·e d>to;,be .· .·
.

.

.

durabl·e, to ·work', · ..
and to ·showcase a
ch.e mlcal .··
princ;:ple. Onc:e J
started in graduate
school, l found the
hardest thing was ·.·.
dealing with failure.

.

IINo scientist wo·u ld follow such a process.
In fact, few things are considered less
· · ·scientific than .·to .attemptto :Write a.· .
corn:peiUng, well-argued paper based on
sing.LIIar runs of an experiment. In short,
the lab report develops habits that
stuq·e nts must unlearn if they are going to
think and write like professional chemists~ "
~~...three

substantial changes. They
red·e signed thesophomore organic .
experiments so that they promoted
genuine inquiry resulting in enough data
to be worth writing about; they designed
sequences of writing assignments to teach
the ·s cientific paper over the course of a
year; and they built in genuine writing
instructi.o n--employing well-designed
assignments, examples, rubrics, and peer
review-to help students develop 'writing
process knowledge."'

·. Tur·n to your nelgh:b or... and take a test
. ·. May.:l4, 2'Q l2,_7:30a.m
.·. By Robert Talbert

,-~·-:~

i ·~

'

.·

f ( ·:

.··..

l said at the outset that the key thin·g with this class was to
force the issue on assimilation of material, and part of that
was to engage in early, small, and frequent assessment.
For formative assessment, ·we do daily online homework
. and clicker questions. There's no requirement to get clicker
questions right at all, and WeBWorK sets have no limits on
number of attempts or the amount of collaboration or
technology used:.
For summative assessment, we have a midterm exam and a
·f inal·.exam.

,)

.

.

•

·v:: ( : ...

What makes Assessments different than the usual tests, other than their
length, is that there is a collaborative portion to each one.
.· Each is spfit up into multiple choice, mechanical calculations, and problems to
solve.
.

.

.·

.

·.

Assessments.are 50 points with about ·10, 20~ and 20 points respectively
assighedtothose three areas.
.

.

.

..

.

.·

Durihg the first ·lO,minutes of the Assessment, students are randomly
assigned·to :g roups of 3 or 4 students and given the ~~problems to solve"
·. ·portion on a separate page. Then they brainstorm and try out solutions
together for the duration ofthat 10-minute period. They may use whatever
technology-and note.s they want
.

"

.

.

.

Then~

when the 10 min·u tes are up, everything gets put away - including the
notes they took during the group portion - and they get the entire
assessment to work out individually for 25 minutes.

After the indivfducH portion is done, the work is handed in and we take 10-15
· minutes for discussion and debrief (so they get some feedback immediately).

~\ .

l also have students
do presentations in a .
.i•trade Ja it.. fo·r mat w.h.e re
theyhaveto·presentto .·
. 3 - 4 sets ·ofvisito·rs - I give .
·. them.the•o·l<ayto use·· the
fee:d.ba.cl< from ea.c h
rou~nd to C::hange ·h ow
.· they·present·t he · m aterial,
andlwatchto.see
· beh.a vioral and ·content
._. changes.
'

.

:

,.

.

.. . . .

.

·:

·.

:

:

.

-.

.-

.

· .-

:

..

:

· After the presentation
they get extra credit for
identifying things that
they .s.a w in other
presentations that they
wish they had donejwill
try in a future
prese.n tation.

For longer papers I have
students meet ·in
roundtable groups at feast
twi.ce to discuss their
original ideas and their
current thinking is, then at
a later date what they have
found o.u t about their topic
from research. In both
stages their peers are
required to give feedback
and ask for clarification - it's
a gentle way to get the
message across that the
student has not thought of
everything and that's quite
normal.

.·

.·

;

'

..

.

.,

.

.

{,J. 0 (1! /'

I have this poster rhad t6 create for my
···.·· chemistry class, Which tells me what genre 1
have to-use, and so I know how to write it,
.· because a poster should be organized a certa in
· way and lOok a certain way and it is written to a
. · specificaudiepce In a scientific way. I wouldn't
write it the same way I Would write a research
essay -l'rn presenting the key points about t his
chemistry project not writing a lot of
paragraphs that include what other people say
about it or whatever. The poster is just the
.· · hiQhfights With illustrations, but it is right for its
. audience·.
r . 1

.

.

. .

.·

,.

.

.

...

..

.

.

.

.

.

.

.

.. :

.

.

.

·,.\XIorl<ing With Text
' Thtswa~sa~redground..Thought~mostremote-and•ieastdeyelopectreglonoftheGerman

feder$tlcm-soremotetnatby1914itlay·northmRusslanPolandandtodayitis.partofPofand-.lm•

tlBJLfihimserfwasason atone otth9se famnles; whichtQt.J!immadethe victory
exquisrtetysweet:H~hadsavedthetabemactefromvlofatfon,overnrghtturnfng·hlmselfintoa natlcmal

Jdot He had t~ept a live not only German'{s hopes of wfnningthe warbllt hrs ktnsmeri's.hopes thattheir
prlviteg.edplaceinthe-:ITfe ofGermanywould not be ·lost, andthattheweafmessesand contradfctions of
thatspeciafpJ~ce.;_fts.absurditJes,even....;.·couldcontinueto~ignpred.

TheGermanythatHinderiburgandhls kinddominatedhascornealongway slncethe francorega
rdedasthe tand ofmusicians and dreamy:· philosophers and Black Forest elves,
.Prussian War. Long·
·. .<
. .
Notonlyfn

lridtistrlaf<?u:tJ>UtbW: in sctence1eve:n in the arts; Germanywas a powerho~e. Milit.arfly it wasso.strong
thatBrltai~~ Francei.an_dR4,5Shlhadgoodr:easontofeat~~teventnoompinattontheym1ghtnotbeable

·.

-

.

.

tt-is partdthe-strangedarkpoetryoftheGre-atWarthatthe Battieof!@JjQ.~~DI the mostdramatic

-andoompmtevfct()ryach!evedbyetthenirlein , momt~apfoucyearsofbfoodystruggie,wasfoughtin
..

'

.

'

.

,;

" ..-.

..·

:

.·

... .

...

'

.

.

-

-.

~-~~~-~~--·······-·······-~---~~~~----¥----~~~--------~--------~----·~~--··-·-~----·-~'

...

____., ...... ··

',

:·Thought he ma;t remote andfeastdeveloped region ofthe German
.....
••110:•- !"_...,.
"' • • • !!'fil e<!( ~-· • .• f/1' . . . . . . . . . .-_• •. 1'1'. fl'1'fl:tlr ..... - -- - - . . . . . . . . . . . •

-.;,...-.111 ............ - - -·-·-:••

federatfon-soremote t~atbyl~lll it_laynqrthof Russian Polandandtoday it Is partof Po~nd-East ·
Pf1!SsiaWaslnasef1S~the~eartof.th~Hohe,nzolfemEAtwastheancienthomeofa
colfectlonof
.
.

-·:

.

.

.

,.

famill~,woow.ere,n_eitherco~PicuoijsWweatthynorparticufarW.~istmgu~hedirranyotherwaybut

regardedth~mselves as.G.erman'{s:ifg'htruft~dets andwereregardedBS such bythefr king.
\WSasqnofnne_ofthosefatnllles~whichfot him madeth~Victory
:.. . . . . . . . . .... -. . . .. -. . . . .. . . . . . . ._ :·. . . . .. . .. .. - --

. . . . ..._ .. - - ......

.. .. .

. : . . . . . . . . . . . . . - · . . . . ... . . .. . . . . . ... . . . . . . . . . . . '""'- . . . ,. . . . . . . . . . . ... .. 41,.

exqufsite~sweet. Hebadsavedthe~a~rna~Jefrom_viQfatfon, overorghttumrng_
himseKinto anational

idot. He-had ~eptaUve_noton~ Ge.rmariy's ho~ ofWiririirigthe war but hls.kfnsmen'shopes tnatthelr

. ~·
J4."

_... ....

lttS partofthe•strangedarkpoetryofth~Greatwarthatthe.Ba~le9f~themost dramatic
andcompretevictQryachfevedby~ithersrdein morethanfouryearsofbtoody $truggte,wasfou_ghtin

East Prus.sia.

· + ·another
Is there
_ ......---r""""'_..-----:---------~

Thiswa.s&acredgrouild.Though:the most.remqteand leastdevel~pedregionofthe· Germar argument he
ismakfng
federation-so remote.·hatby191.41tfaynorth ofRusstanPolaridand tQdayit is part of PoJand-:Ea here given

Pwssia·was iria sense th.heartofttie Hohenzolfern • • ltwastheanci_enthome of a collection hisJanguage?
~
familieswhowereneittref . ·tlsptcuouslywealthynorparticufarlydlStiriguishedinanyotherwaybut ·~ ..
regcardedthernsefvesasGe

n'(srightfulleadersandwerereg~rdedassuchbytheirking.

~r

Hindenburg himselfWas son of one of tbosefamHles, which~ jnadethe vfctory

exquisitely.sweet HehadsavedthetabetnadefrornViolation,.overnighttumlng himself into a.national
idoL Hehadkeptalive notcnlyGermany'shopesofwinningthewarbut his kinsmen's hopesthatthetr

.'-.

Background

thate

. roetrv
CMIWar

rastecl4.

TheJunkers

Amerl:can

Revolutron
}f.i5·patfofthe st:rang'e clrkpo~tryo'fthe(ireatwarttlatthe aattle9ffi.~Jrw.O.....J:X,.t
.
.. .

.

'

e most

r:d;ra;.:tn~•.~at~re:~a;ip;dd~co;;in;t;·· ~pl(;et{;e~vtifict;ot;:ry.~..:;,adcfi~]~eve~. . 'ii1tlli51'"mk!'TI~mn~M.fnuryears ofblOody

... vears

>::E
.

;· [ J

;
· y

strug
. gfe,.·was fough.·. tIn EastPrussla•

. ...--~~-~-.-----~-~~----~l·

UkeNatlve
_
Amerfean
Thiswassacr ,gr:ourid:Thot,rghthemostremoteandleastdevelopedregionofthe land

,-----~. GefmanfederattCm----sore otethafb\'1914ftfay oorthcifRusslanPolandandtoday it ls partof
My
boyfrrendts
fr:orn a

.ohenzolfem.e . ir . ttwastheancienn,...
•·.-G-re_e_ks_ ___,
" . n ·o ffamilieswhowere neitherwnspicuousrywealthynor:.particutarry

remotear:ea

·The heartof
thematter ·

gtlished rnany otnerwa,y but r egardedthernselves as Germanysrlghtfut feadersandwere
r----'-.......-----,

TheSOpranos

reg.arde~assu.chbytherrking.
..
. . ·-.

.

.

.

.

Used to be in two
parts: east and

WeSt
Hlndenbur~hirnseffwas a s.on ofone of thosefamfHes,whtthfR!..JJ!m made the vfctory

tRESPOND:(lqDwdrds)
R~FLECT: (lSOwor~)--CONNECITOCLASS;:TOOTHER READINGS~ TO OTHER CLASSES

.

·· ... ·

.:::·

lJ'n·~·
·· · i

. · :; ...

. *D~veloping VVritingpnlce·sses
*Usi:ng··t h.:e Rhetorical situation" to frame writing
pu.rpose
:a·udlence ·
·.topic
II

genre . ·. · ··

.. *Combining writing With critical thinking
..

.

.

.

*Asking students to assess their own worl<

'

~

.~.~

}

Selected References

Reiff, Mary Jo andAnis Bawarshi. "Tracing Discursive ResoW:ces: How Students Use Prior Genre
Knowledge to Negotiate New Writing Contexts in First-Year Composition." Written Communication
. 28.3 (2011): 312-37.
Beyer, C.H., Gillmore, G .M., and Fisher. Inside the Undergraduate Experience, the University of
Washington's Study of Undergraduate Learning. Bolton, MA: A.T. Anker Publishing, 2007
Bransford, John. Learning and Transfer. How People Learn: Mind, Brain, Experience, and SchooL Eds.
John Bransford et al. Washington, DC: National Academy Press, 2000: 51-78.
Jolliffe, David A., and Allison Harl, "Studying the 'Reading Transition' from High School to
College." College English 70.6 (2008): 599-617.
Light, Richard. The Harvard Assessment Seminars: Explorations with Students and Faculty about
Teaching, Learning, and Student Life. First Report, 1990. And Second Report. 1992.
Schon, Donald. Educating the Reflective Practitioner: Towards a New Design for Teaching and Learning in the
Professions, San Francisco: Jossey-Bass, 1987.

Seton Half Universiry. A Review of Freshman Electronic Portfolios for Prediction of Student Success
and Persistence. Available at
http: I lncepr.orglfinalreports I cohort3 1Seton%20Hall%20Final%20Report%20Handout.pdf
Soliday, Mary. Everydqy Genres: Writing Assignments across the Disciplines. Carbondale: Southern
Illinois UP, 2011.
Yancey, Kathleen Blake. Reflection in the Writing Classroom. Logan, UT: Utah State UP, 1997.

